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Abstract

Early Childhood Education (ECE) in Kenya does maiive direct government financial support as oseetors

of education and therefore relies on a number akettolders for financial, human, physical and
teaching/learning resources. The purpose of thidysivas to investigate the role of stakeholdengrofessional
development of ECE teachers in Kakamega Countyy&emhe study adopted a descriptive survey design t
investigate this. Purposive sampling was used kecs8 sub-counties which was approximately 30 %hef
population. Proportionate stratified random sangplivas used to select the participating ECE cerfitoes the
selected sub-counties. Thirty percent (30 %) ofghklic and private ECEs were sampled. Head teadhem
each ECE participated in the study making a totsdand 122 head teachers from private and p@#EQG&E
respectively. One teacher from the sampled ECEegphrticipated in the study. However where mbaa bne
teacher was found in an ECE centre, simple randampbng through balloting was used to select the tin
participate. The DEOs and DICECE Officers of thdested sub-counties were selected purposively to
participate in the study. The sample frame consiefel84 head teachers, 184 teachers, 3 DEOs 8GBCE
officers. Structured questionnaires were used ftectodata from the ECE head teachers and teadmats
interview schedules from the DEOs and DICECE officeThe instruments were validated through expert
judgment and pilot-testing. Collected data wasesljitorganized in line with research questions, doaled
analyzed using Statistical Package for Social $eier(SPSS). Both descriptive and inferential siesisvere
used to analyze data. Findings were presentecequéncy tables, charts and graphs. The findingeeoktudy
revealed that the sub-sector was dominated by &smaho are belied to be better in teaching childfdre
study further revealed that majority of the ECEcteas had met minimum qualification. The Ministrf/ o
education and parents were not keen on fundingepsidnal development of teachers and that individua
teachers funded their own professional developnigre.study concluded that stakeholder’s role irfggsional
development of ECE teachers was minimal. The stedpmmended that the government should expand the
scholarship programs to cover ECE pupils and teachmees.

Keywords: Early childhood education, professional developtnstiakeholders, services.

Introduction

The early years of a child’s life are a time wheadquires concepts, skills and attitudes thathayfoundation
for lifelong learning. These include the acquisitiof language, perceptual motor skills requiredléarning to
read and write, basic numeracy, problem solvindlsska love for learning and the establishment and
maintenance of relationships Government of Uga268%). Early Childhood Education (ECE) therefosekey

to the development of the child’s psychomotor, étigm and affective skills. Republic of Kenya (2003
postulates that early childhood education progratag a crucial role in laying a foundation for pemg and
subsequent further education, and character foomatNasibi (2005) notes that, a poor start lead$eficiency

in the final product of the education system irtespif the length of time spent in the school. Thkei&tion For

All Report (2007) confirms that children’s succasdife begins in the early years of childhood andestment

in ECE has a direct and positive impact on primachool enrolment, retention and completion. Kenya
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Education Sector support Program (2005) suppoigssthtement by articulating that children who d#rirECE
programs get a good quality foundation and areliksly to drop out or repeat classes. Good qualiBDE both
in the family and within a structured environmenha positive impact on the survival, growth, depeient
and learning potential of children as echoed by S8P (2005b).

Early Childhood Education traces back to the eaihjiosophers like Bloom, Plato, John Comenius, John
Dewey, Pestalozzi, Jean Jacques Rousseau, FroebMaria Montessori whose contributions resultedvivat

is seen today as ECD Education (RoK, 2009). Conseadvanced the concept that early learning detesnin
what a person will become and suggested that teadt®uld follow the order of nature, i.e. build the
formulation of spontaneous reaction and teach tegdbaone thing at a time (Nasibi, 2005). Froebhbvis the
founder of the concept of the kindergarten emplealsactivity through play as a natural way of leagnand that
education should conform to the child’s free atnesp. He started training ECE teachers emphasthiag
creation of play materials to help children leaettér. He proposed that women were the best sigtegaching
young children. Erikson, in his psychosocial depetent theory looks at the third stage of the eight
psychosocial stages referred to as play age, pr@ssor nursery as an important stage in an indiaisi growth

as it helps define his /her personality growth.

Early childhood education program in Kenya operateshe basis of partnership, collaboration angvagking.
The main stakeholders in ECE are the parents, ¢timenunity and the private sector. Other partners are
Government of Kenya and its constituent ministre@®rdinated by Ministry of Education (MOE). Non-
governmental organizations (NGOs) such as , comydmaised organizations (CBOs), Faith-based
organizations have been providing support to ECEvaB as bilateral and multilateral partners indhgl
UNICEF, Aga Khan Foundation (AKF), Bernard Van Léeyundation (BVLF), World Bank, and UNESCO.
The policy on partnerships aims at enhancing tweliement of various partners in the provision cZHE
services (UNESCO, 2005a). The roles of these stid#tets and the coordination mechanism were defimélde
National ECDE Policy Framework developed in 2008.WESCO in collaboration with the MoE and standard
guidelines launched in 2007. The Ministry of Edimaion the other hand provides policy guidelinesapacity
building of ECDE personnel, develops curriculumpeswises ECDE programs and registers ECE centres.
Ministry of Education also trains and certifies E@&chers and trainers and maintains standardsaaldy
assurance. The NGOs and FBO have complemented dherrgnent’'s efforts by mobilizing resources,
supporting capacity building for ECE programs amtyagacy through community sensitization (UNESCO,
2005).

Bilateral and multilateral development partnersehaupported ECE programs through resource mobdizat
capacity building, advocacy, technical support &mting ECE and ECDE programs through the ministry
Education. For instance the Community Support Giraamh the World Bank has assisted improve infradtre

in ECE centres especially in marginalized and ptscképoverty areas impacting positively on papiéion and
quality of services offered RoK,(2007). Howevererth could be no clear policy on financing and la¢k
coordinating mechanism to facilitate participatminstakeholders. This has resulted in diversitpatctices by
various stakeholders compromising the quality alise offered. The impact of involvement by all $ke
stakeholders in ECE is unknown and how it has &dtethe growth and effectiveness of the program.

Swedish International Development cooperation Agef®006) reports that the Kenya pre-school edunatio
programme encourages partnership at all levels.gvernment, parents, communities and the privatéos
(e.g. religious organizations, private companie§Q¢ and individuals) are the main sources of ECiD&nte
and support. While the government allocates leas 6 of the education ministry’s budget for presth
education, parents and the communities currentlpaga 75% of the preschools in the country. Thegelstr
source of external assistance in recent years éas the World Bank’s ECD project loan of 1996/7-2@0
targeting disadvantaged children aged 0+-8 and pgaients (UNESCO, 2005). The project focused antter
training and community capacity building for seevidelivery, stressing the importance of meetinddebin’'s
nutritional and health needs as well as their iegrneeds.

Professional qualification of ECE teachers has sitipe correlation with the quality of service d&tet ECE
centres. The first priority for improving pedagoatyECE Centres is teacher training. Teachers sHeatd how
to make the ECE classroom environment more chitdred and child friendly (UNESCO, 2005). Trainirgj i
important in preparing teachers for their work sititcequips them with necessary knowledge, skilt$ a@ttitudes
needed to perform their duties competently. P&@01) observes that, better educated pre-schodid¢es with
specialized training are more effective. This reegiithat the stakeholders should fund the profeatio
development of teachers. World Bank (1997) notasledagogical and practical skills in ECE are irtqot for
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the effectiveness of ECE teachers and their captxitieliver a quality ECE program. The Republickahya,
(2006) recommended that ECE teachers and caretaketdd possess professional qualifications okastl a
certificate in ECE from a government institutionaar institutions approved by the government. Thesgument
also stressed that ECE teachers and their trasiengld acquire full knowledge of the multi-dimemsb aspect
of child development (UNESCO, 2005). This is aniéation that training is paramount for ECE teacheand
practitioners.

A study by Sifuna and Karagu (1988) found out that teacher is a key determinant of service qualitgre-
school. His/her effectiveness is determined bygtinaification and training, supervision and suppbé teacher

is given. Teachers with low grades experiencedliffy in implementing National Centre for Early Giriood
Education curriculum, especially in language depeient. This is because these teachers may hagd faithis
subject making it difficult for them to handle Ngome (2002) emphasized the training of teachethiasas a
direct influence on knowledge, skills, and practieequired by the teacher and passed on the EGE Klei also
noted that the high attrition rate in ECD educaiilikely to affect quality of service provisioNdegwa (2005)
noted that qualified teachers were favorable tddckientred teaching methodologies which were mainly
emphasized during training.

The Education Africa ECD Project supports quarterdrkshops for continued professional developménhe
ECE teachers South Africa. On-site training by E€jiecialist is offered at all Education Africa ECBrimer
schools on a regular basis, as well as continuesesament and mentorship. This ensures that whabden
learnt at the workshops is implemented in the otass. Following a 12-month period of training, agikers are
assessed and if successful, they are presentedPleithwith-a-Purpose Certificates at a graduatieremony
(ADEA, 2009). Education Africa developed a projext ECD in Ghana aimed at assisting caregivers in
impoverished communities who are tasked with logkafter preschool children while their parents atrevork.
Many of these care givers had limited educationthrdefore no access to formal training. Educafifiica ran
a year-long series of workshops to assist thermgugng that the children in their care acquire tleeessary
skills needed when entering the formal school sgsi®n-site visits are also undertaken by ECD Stistit
ensure that the skills which the caregivers haaenkein the workshops are implemented in the otessr From
the reviewed literature, it is clear that the pitamiers require prerequisite skills and knowledge effective
service delivery in the ECE centres.

The Ghana National Association of Teachers in bolation with the Danish ECE Educators Association
innovated a program dubbed ‘train the teacheraim tthe child’. The aim of the program was to gagdequate
skills and training to care givers in both privated public ECE centres and unionise them. The gra@vered

six out of eight regions in Ghana. The associatiwganises workshops for care givers and government
departments and agencies involved in ECE. It ats®ldps materials for teacher improvement to hélfgien
develop holistically (ADEA, 2009). Kenya has attdéetpto emulate this by mounting workshops and mise
courses for ECE teachers through the Ministry afidadion. Efforts to sensitise other ECE stakehaldsr the
DICECE officers has not yielded much due to ina@egwof resources.

Kenya, Ghana and South Africa have made tremenefbort to build the capacity of the ECE teacherd aare
givers at various levels by opening up trainingaymnities. The in-service training and workshapsitrained
teachers has helped many ECE teachers improve skidlis and knowledge give that the teacher is g ke
determinant of quality of services provided. Howeweéthout proper maotivation of these teachers arstheme
of service for them, very little is likely to bealezed.

A regional conference on ECD held in Mombasa in288cognized the important role played by teachers
caregivers. However the conference pointed outtd@ther motivation was still wanting given thatdieers had
no single employer and they worked under very geons and conditions of service. The conferenceetbee
recommended that ECD teachers be under a singldogenp and their terms and conditions of service
developed and implemented in view of the importaatk they do (KIE, 2002). This was backed up in 200
when a motion was passed in parliament to introdudtdl to amend the Education Act so as to proviae
training and hiring of ECE teachers in all publirsery schools by the government through TSC (R20;7).
However the motion has never been discussed, doati@h that the government has low priority for EC
Republic of Kenya (2005) KESSP report revealed thette was high turnover rate of ECE teachers dymor
remuneration and lack of support from key stakedi@d

To enable ECD teachers to practice what they haaméd in training, a strategy must be found tagatie
parental pressure on teachers to “teach” childnditearacy and numeracy skills. Advocacy is esséiti inform
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parents about the positive impact of ECE pedagegyecially its effectiveness in preparing childfenformal

schooling. It can be conducted effectively througih,example, mass media abdrazas(community meetings).
Such a campaign will require the use of empirieakarch results or concrete evidence demonstridingalue
of the ECE pedagogy for both child development preparation for formal schooling. Without using cmte

evidence, it will be difficult to convince the pate as well as teachers that play is the best medliwough

which young children develop, learn and prepardHeir future (UNESCO, 2005).

Problem statement
The environment in which a child is brought up glaycrucial role in its holistic developmeAges 3-6 years is
a very critical age in a child’s educational lifdew its intellectual capacity is not fully develdp® think in an
abstract way. The child therefore requires spedlimaterials, facilities and instructors to help/her develop
his/her full conceptual potential. Early ChildhoBducation program is supported by various stakedisltvho
provide finances and other resources to this sotwsef education. There is currently high demaodECE
services and so do the teachers. Among the regeireisthat ECE teachers must have a minimum geetiibn
of a certificate in ECE to qualify to teach at ttentres. UNESCO (2005) notes that ECE teachersresgu
minimum of 2 years training from either a governmarstitution or a private institution accrediteg¢ the
government. This then require that all stakeholdek® a lead in ensuring that teachers are equipptd
relevant skills, knowledge and attitudes tha aessary for teaching the children. The governmuaoigh the
Ministry of Education has developed policies guitelto enhance service delivery at this level idaig
teachers and care takers trainings. Given thaepsainal development is key to quality programmevely at
the ECE centres, the study intends to investidasein kakamega County, Kenya.
Objective

1. To establish the gender of the ECE teachers in ikaka county

2. To determine academic qualification of ECE teacheisakamega county

3. To establish the influence of the stakeholdershim professional development of ECE teachers in

Kakamega County, Kenya.

The focus of the study was both the public andgte\NECE centres in Kakamega County. The study nelgras
were delimited to ECE teachers, head teachers, DECBfficers and the Education Office at the subatgu
level. The ECE children, their parents, primaryasahpupils and teachers were excluded from theystud

Research Design

The study adopted a descriptive survey designvesitigate the role of stakeholders in professideaklopment
of ECE teachers in Kakamega County. The designappgopriate for this study as it helped establighrtature,
the state and the current condition of a phenomdamon, 1998). It also described, recorded, andlyanad
interpreted relationships or conditions as thegtewithout manipulating variables (Kothari, 200Bhe design
enabled rapid collection of data from a represamaample population and generalization of theltedeyond
the given sample (Cohen & Manion, 1980). This isause the sample was selected in a way that repeestne
population. Since the goal of the researcher wasltlect both qualitative and quantitative datartlthis design
was an appropriate tool for collecting the inforimat(Polland, 2005).

Location of the Study

The location of the study was Kakamega County, ohethe forty seven counties in Kenya with 11
administrative Sub-Counties. The county was zonéal three regions. Lugari region covered Likuydnigari

and Matete Sub-Counties. Mumias region covered ManpiWatungu, Butere and Kwisero Sub- Counties while
Kakamega region covered Kakamega Central, Kakansegah, Kakamega East and Kakamega North Sub-
Counties. The area was selected for study becdu$e diversity of the County in terms of existerafeurban
and rural settings, a variety of socio-economidvédis as well as being the largest County in Wastregion
and the second largest County of Kenya. The povestgls are high with 58 % of the County’s populati
living below poverty lines. The location was easifycessible to the researcher.

Target Population and sample size

The study targeted all the 1,820 (950 public an@dl ivate) ECE centres in the County. These ECHEestad
a total of 1,820 head teachers and 3571 teackdishe 11 DEOs and 11 DICECE Officers in the Countere
also targeted for the study. Purposive samplingwgasl to select 3 Sub-Counties in the County ttgiaete in
the study which was approximately 30 % of the pafioh (O’Connor, 2011). The sub-counties had batialr
and urban settings therefore giving a variety afesafor comparison purposes. Three sub-countids this
dichotomy were Kakamega Central, Mumias and Likuy#&akamega Central sub-county represented the
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Kakamega region which had four districts in tofaddom the Lugari region which covered three sub-tiesn
Likuyani sub-county was selected. Mumias sub-cowmtyhe other hand represented the Mumias regidahwh
has four sub-counties.

Proportionate stratified random sampling method wsed to select the participating ECE from thectetksub-
counties. Thirty percent (30 % ) of the public gmivate ECEs were selected to give Kakamega centthl61
public and 64 private ECEs a total of 18 and 19 &Citespectively. Likuyani which had 60 public ar@D1
private ECEs provided a total of 18 and 57 pubtid @rivate ECEs respectively. Mumias with 85 pulalicd
152 private ECEs provided 26 and 46 ECEs respégtivEhis resulted into 62 public and 122 privat€Hs
participating in the study. Head teachers from €aClk participated in the study making a total ofab@l 122
head teachers from private and public ECE respagti©ne teacher from the sampled ECE participatdtie
study. However where more than one teacher wasdfomran ECE centre, simple random sampling through
balloting was used to select the one to participbite DEOs and DICECE Officers of the selected cumties
were selected purposively to participate in thelstu

Data Collection Instruments

Data was collected using structured questionnaires Interview Schedule. Questionnaires are conwéene
handle as they can be left behind to give the mdpot adequate time for filling. Questionnairesevesed as
they are time saving, confidential and there isopportunity for interviewee bias (Kombo & Tromp,GH).
Questionnaires were used to collect data from #allieacher and ECE teachénserview Schedule was used
to collect data from the DEOs and the District DEEE officers to give in-depth information. The intiew
method enabled the researcher to obtain more détaiformation and control the respondent in thghtri
direction (Kothari, 2003). Interviews also mad@dissible to obtain data required to meet spechijedives of
the study hence increasing precision (Kerlinge3)9Questionnaires and interview schedules weveldped
with guidance of experts in research methodologi/the research supervisors.

Validity and reliability of the Instruments

Content validity was ensured by developing therumsents in such a way that all the concepts irothjectives
were included in the instruments (Mugenda & Mugeritf®3). The researcher sought experts’ judgenment f
the experts in research methodology and the sugmesriThey verified the adequacy in coverage ofdpi& and
ensure the questions were logically arranged dritie@lspects were well covered. This ensuredrsieuiments
yielded both face and content valid data. The sarperts assisted in ensuring contrast and facditaliThe
instruments were piloted and the results used ltulede the reliability of the questionnaires. pialf method
was used to calculate the correlation between tus @and evens. Cronbach’s coefficient Alpha was th
computed to determine how items correlated amoegnsielves. The method reduced the time required to
compute a reliability coefficient in other methamswell as result in a more conservative estimateliability.

A correlation coefficient of 0.75 was arrived atdaaccepted for use in this study as supports (Md@et
Mugenda, 2003).

Data Collection Procedures and analysis

A permit from the National Council of Science angtinology and permission from the Office of thesktent,
Provincial Administration to carry out the studyreesought. The researcher got the names of the deGttes
from the DEOs offices from which the required saenplas selected using stratified random sampling Th
researcher then proceeded to the centres whersoslgét audience with the head teachers. The temaahdrthe
head teachers were then issued with the questimsnaeparately. The researcher then checked the
questionnaires if they were fully filled. If notliufilled the corresponding respondent was receebsb fill the
gaps as the researcher waited. This procedureaanaximum of two hours in a centre and proceedditlalh

the sampled centres were covered. This ensured 10Q¥h rate as the researcher left with all thipiired data.

Primary data was collected using questionnairesraedview schedules. Data was edited, organizdithénwith
demographic aspects, groups and research queationsoded accordingly. The core function of codias to
create codes and scale from the responses whidtl beusummarized and analyzed in various ways (prom
2006). Qualitative data was organized in themesrapdrted using textual presentation. Quantitatizga was
coded and analyzed by use of Statistical Packag&doial Sciences (SPSS). Both descriptive andéntél
statistics were used to analyze quantitative détadings were presented in frequency tables, claardsgraphs.
Gay (2003) observes that frequencies and percentsagly communicate the research findings to ritgjof
readers.

10
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Results and discussion

Demographic characteristics of the respondents

The demographic characteristics of the respondbatswere investigated were gender and teachingreqre
of the head teachers and the teachers. These tdristics were deemed important to the study ag tiedped
the researcher understand the study subjects.

Gender of respondents

The first characteristic investigated was the gerafethe respondents. The distribution of the saupghead
teachers and teachers by gender were as indicatdalde 1. The Table shows that there was gendeadty
among the teaching staff of ECE with majority befagiales at 92.3% as compared to 8.7% for males. Th
finding is in agreement with Chepngetich (2007) &winbo and Gogo (2004) who observed that ECE tegchi
was more female oriented than male, attributing t#u the special role women play in ECE. The low
participation of males in this profession is atitdd to the belief that women are better ECE taachs
articulated by Froebel (Nasibi, 2005) and Jean Beaus (Begi & Koech, 2010). The nature of the worECE
centres mainly entails mothering children whiclbétter done by women than men. However, the scemas
different for the head teachers as majority of theere males at 57.6% as compared to 42.4% for f=snal
Management entails extra responsibilities. Womesukhbe encouraged to take up these responsibililibe
disparities may also be as a result of dispropoali@cademic achievements between males and fembkre
boys tend to outshine the girls at both primary aadondary levels as evidenced in the national meions.
This minimises the proportion of women who are dblaccess higher training and by extension, managée
positions. The findings are supported by Achokal¢2012) who observed that there existed gendgraities

in institutional management with fewer females takup these positions with higher responsibilitielse 42.4

% women who were in management positions howewgasged the 30% threshold as stipulated by the &teny
constitution. However as much as there were mordesiia management, in the overall, females doméhdie
ECE sector as reported by 66.8% of the respondents.

Teaching experiences

Data was further solicited from both the teachers ad the head teachers on their teaching experiencaa
the results were as indicated on Table 2.The findgs on Table 2 show that majority of the teachers ltha
teaching experience of between 8-10 years as repanltby 58.2% of the teachers, with only 2.2% havingn
experience of less than 2 years. This implies th#tey had the skills, knowledge and experience for
implementing the ECE program. The study further indicated that there were more head teachers with a
teaching experience of more than 10 years at 79.3%0nly 1.6% had a teaching experience of less thah
years. This implies that appointment to headship ibased on teachers’ teaching experience. This mag b
deemed as an important attribute as the head teacheemay have the capacity and the relevant experieac
to handle teaching and management issues of the ¢&s. These findings are in agreement with Senate
(1996) who reiterated that most ECE teachers in Ausalia are highly experienced with in-depth practical
knowledge about teaching young children. Further, @kii (2003) observed that the more experienced ECE
were likely to have positive relationships with th& pre-school children as compared to those who arkess
experienced. Less experienced teachers were likétyuse punishment as a tool for disciplining the dh.

Role of Stakeholders in the Professional Developmeof Teachers in ECE Centres

To establish the role played by stakeholders irfggsional development of teachers and head teacters
respondents were asked to respond to a numbeewsitelated to their professional development. s&he
included their professional qualifications, howitreducation and training was financed, trainingtitations and
courses they attended.

Teachers were asked to indicate their professiquiifications. The results were summarized on &&bl
Findings on Table 3 reveal that a majority of thechers (70.1%) were holders of a certificate i EThis is an
indication that most teachers met the minimum negménts for teaching ECE children as stipulatetthén
ECDE policy guideline (ROK, 2006). The study funtiedicated that all the respondents had undertakeme
form of professional development. Early ChildhoatliEation further attracted university graduatesepsrted
by 2.2% of the respondents. This is a clear shaEICE is attracting people with university quaktfions
contrary to Kombo & Gogo (2004) and Thomson eRaDP) who reported that ECE is characterized nyelar
numbers of untrained teachers. Eric (2002) hadrtegimilar findings that many ECE teachers etfterfield

11
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with little education beyond high school and minisecialized education in ECE. However this scenar
seems to be changing rapidly.

Financing Teacher Training

Respondents were further asked to indicate whandied their training. The responses were as prasente
Table 4. The results on Table 4 indicate that despimajority of the respondents undertaking ttraining in
government institutions, the government played aimmim role in subsidizing their training costs. lage
percentage of respondents had their training aostsby themselves as reported by 63% and 80.4 #tedfiead
teachers and teachers respectively. The Governnaehsupported a paltry 12% of the head teachers dd
of the teachers respectively. Non-Governmental Qirgéions and Community Based Organisations alapeol
a role in financing teacher training as reportedlt§f and 3.8% of head teachers and teachers teghec
This is an indication that all the ECE stakeholdesase made a contribution in some way towards &iman
teacher training in Kenya. Other sub-sectors ofcation are reasonably funded towards teacher mgiim
terms of bursaries, higher education loans, CDFgmarnment subsidies like the infrastructure fwidch is
not the case with the ECE sub-sector.

Training Institutions Attended by ECE Teachers

Respondents were further asked to indicate thetutishs in which they undertook their training. €ih
responses were as shown on Table 5. The resultabda 5 indicates that majority of the trained teas
(57.6%) were trained in government institutionopposed to 42.4% who trained in private institusioRaith-
based organizations played a minimal role in capabéveloping of ECE teachers as outlined in thigonal
ECD policy framework. Capacity building of teachesBould be carried by all the stakeholders like the
government, FBO, private sectors and Non-governah@nganizations (ROK, 2006).

Teachers’ Professional Development

Questions on teachers’ professional developmente wasgked to the teachers and their responses were
summarized on Table 6. A five point Likert scalaswused, Strongly Disagree (SD), Disagree (D), Cideel
(U), Strongly Agree (SA) and Agree (A).

The first three items sought to investigate thee rof the Ministry of Education in teachers’ professi
development among the ECEs. The findings indic#tatl majority of the teachers strongly agreed ayeed
that there were opportunities for professional tlgument provided by the Ministry of Education apaged by
50.5% and 30.4 % of teachers respectively. Thiigirmed by UNESCO (2005) which indicated thatr¢éhare
more training opportunities in both government @nidate training institutions including higher iitations of
learning.

When asked whether the ministry of education hadrgbolicy guidelines on professional developmédrE©E
teachers’ majority of the teachers strongly agré&l9%) and agreed (30.4 %) on this. The findings a
supported by RoK (2006a) which states that the igowent is charged with formulation and implemewtatbf
policy guidelines on capacity building of ECE pemsel.

On whether the ministry promotes ECE teacher dgveémt courses, a paltry of 13 % and 13.6 % strongly
agreed and agreed respectively. The results angeadflection of the minimal role played by thevgmnment
through the MoE in teacher development at ECE lduwebther sub-sectors of education, the MoE ogsiand
funds teachers’ development courses like SMASSESMASE in both primary and secondary schools. Despi
opening doors to training opportunities in governtmBICECE centres in the country, majority of tleadhers
were yet to access these opportunities due totsmlecriteria (RoK, 2005). However there existedot of
training opportunities in private and church spaedotraining institutions whose selection qualifica was
only based on minimum qualification and abilitypgay the required levies (UNESCO, 2005). This mahas
fresh secondary school graduates can only accedsaining opportunities in private training instibns while
those in government DICECE must have served/ bérgpin a public ECE centre for a period not ldssnt two
years (RoK, 2006b). Government funding is alsotkohito the government training institutions whicke &w
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compared to the higher demand for training by teecfRoK, 2005). This hinders majority of the E@&dhers
from enhancing their professionalism.

The next three items sought teachers’ views on rtle of the ECE centres on teachers’ professional
development. Almost an equal number of teacherseag(48.9%) and disagreed (44.0%) on the issubeof t
ECE centres having clear guidelines on professideaklopment of teachers. However, some ECE centres
supported teachers by paying for their attendanocgarkshops and seminars, as observed from 58.2 teo
teachers who agreed with this. Responses on wha#dahers were sent for workshop by the centre
administration whenever there was one shows cantamtamong the teachers as reported by an equdlerum
of teachers strongly agreeing (30.4%) and agre€¥@4%). Despite the financial constraints on thHeEE
centres, the institutions were keen on buildingdheacity of their teachers which is importantmproving the
quality of service for ECE children. The findinge aontrary to UNESCO (2005) who reported that ees
from private centres were not given leave to attemakshops organized by DICECE officers. Continuous
professional development places the ECE teacheasbigtter position to progress in their area otighieation
and to offer quality services to their clients. [Dgr these workshops teachers are sensitized omehe
developments in their areas of specialization dbagehaving their skills are sharpened and upd&egporting
ECE teacher training was a sign that the centreagement were ready to embrace new trends in edocartid
was keen on improving the quality of services i $lib-sector.

The third category of items sought to establish BE€&chers’ own initiative in supporting their predeonal
development. They were asked whether they took then initiative to develop themselves professitndt
came out that majority of the teachers did takedative role to develop themselves professionallsepsrted by
76.7 % of the teachers who contributed to theifgssional development. It is therefore clear thatteachers
were keen on updating their professional skillesithey took a leading role in providing finandgiesources for
their own training. The Ministry of Education hasdéed made some efforts to empower the teachers’ by
organizing in service workshops for ECE teachet® findings are contrary to Bowman, (1993) who olesa

that at the current rate additional training carmtpaid for by the practitioners themselves malkioigne form

of public support for training teachers of smalildten necessary. Professional development impgazsgtively

on the quality of service delivered at the ECE eemnt

The next item sought teachers’ views on the rdl@arents, NGOs and other stakeholders in the &ath
professional development. The teachers were akaticate whether parents with children in ECHBtoes
contributed funds towards teacher development. G0lY % agreed with this while65.8% of the respoitsie
disagreed. This implied that the major stakeholder&CE did not contribute towards teacher’ profesal
development as much of their support was usedefichters’ salaries. However from the earlier findjrigwas
established that parents were already overburdetiibdther levies supporting both recurrent andedi@yment
expenditures in the ECEs. Majority (29.3% and 3&.)Pof the teachers agreed and strongly disagreetthen
issue of Non- Governmental Organizations and ottevelopment partners taking charge of teacher
development in their centres.

Opinion of teachers was sought on ways of improuimgr professional development. From their respens
69.7 % of the teachers indicated that the governistewuld take a leading role in ECE teacher devetyg and
organize more in-service training courses. Majo(#2.5 %) of the teachers were of the opinion et
government develops a clear policy on teacher psidaal development and implement so as to impoovihe
skills of the ECE teachers. This should involveth# ECE stakeholders for ownership and effectisenéhe
issue of funding teacher professional developmet also raised by 89.2 % of the teachers whaHatt the
ECE sub-sector should be given the same treatnsetiitaé given to primary and secondary schools wtteze
MoE funds teachers’ professional development.

Majority (57.2 %) of the teachers also raised thechto deploy more DICECE trainers at the distecel so as
to reach out to all the teachers and mount mor&kshamps and is-service training courses at theictisavels.
Bowman (1993) puts emphasis on teacher training iagproves the flexibility with which teachers pemnd to
children. In order for teachers to implement proggebased on developmentally appropriate practibese is
need for considerable efforts and money to be bedeim the teacher training. This will improve tidlls of the
work force in handling the small children underitteare. The findings cite the teachers as the meaimrce of
finances for their professional development as rostakeholders watch from the fence. The ministfy o
education has provided the opportunities for teagiefessional development by expanding the trginin
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institutions and putting the policy framework orofassional development in place RoK (2006). HowdvieE
has ignored funding of teacher professional devabnt leaving it to the teachers and the ECE centres

Conclusion

Based on the study findings, it was concluded finaales (as indicated by 92.3% of the teachers)mbitad the
ECE teaching profession. With respect to their ggsional qualification, the study concluded thajomily of
that ECE teachers met minimum qualification of adtea certificate in ECDE( as indicated by 70.1% of
teachers) to teacher in the ECE centres with aealle number of teachers (2.2%) having Degreesily
childhood education. In relation to the role ofksfaolders in professional development of teacherECE
centres the study findings revealed that stakehelitdluence on professional development of ECEHess was
negligible. Both head teachers and teachers metasieof their professional development as inditdtg 80.4

% and 63 % of the teachers and head teachers teghecHowever Early Childhood Education teachkesl
met minimum professional qualification of ECE teach Through their own efforts, a significant numbé
these teachers from both private and public ECEresnhad certificates in ECE from licensed training
institutions. The government through the MinistfyEamucation played the role of policy formulationtiing
clear policies on professional development in pléme ECE teachers. Early childhood education teeche
attended professional development courses reguéerlindicated by 80.4 % of the ECE teachers. Th& EC
centre managements supported and paid for theihitggstaff to attend professional development sesir

Recommendation

The research recommended that stakeholders shoalditle incentives to males who train and teach GEE
centres to attract and retain them so that thepcavide a male role model to the children and ckhgegender
gap that exist in the subsector. Early childhoodcation teachers should be employed by the govaernhsiece
most of them have the required professional guealiion to teach in the centres. Finally, the gorexnt should
expand the scholarship programs to cover ECE puaypits teacher trainees. Stakeholders should setireesn
aside for teachers’ professional development.
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Table 1: Gender of the respondents:

Gender Teachers Head teachers

f % f %
Males 16 8.7 106 57.6
Females 168 92.3 78 42.4
Totals 184 100.0 184 100.0

Table 2: Teaching experience of the respondents

Teaching experience Head teachers Teachers

F % f %
Less than 2 years 3 1.6 4 2.2
2-4 years 6 3.3 18 9.8
5-7 years 20 10.9 36 19.6
8-10 years 9 4.9 107 58.2
10 years and above 146 79.3 19 10.3
Totals 184 100 184 100
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Table 3: Teachers’ Professional Qualifications

Professional course Teachers

f %

Certificate in ECE 129 70.1

Diploma in ECE 46 25

Degree in ECE 4 2.2

P1 2 1.1

P1 and Diploma in ECE 2 1.1

Others 1 0.5

Totals 184 100
Table 4: Financing of teachers’ training

Stakeholders Head teachers Teachers

f. % f %

Parents/ Guardian 35 19.0 16 8.7

Government 22 12.0 13 7.1

Self 116 63.0 148 80.4

NGO/ CBO 03 1.6 07 3.8

Untrained 08 4.3 00 00

Totals 184 100 184 100
Table 5: Training institution

Institution category Teachers

Freq. %

Government 106 57.6

Private 78 42.4

Totals 184 100
Table 6: Teachers’ Professional Development
Professional development SA A U D SD

N % % % % %

There are opportunities for professional develogmenECE ir 182 50.5 30.4 3.3 4.9 10.9
Kenya
The Ministry of Education has clear policy guidekn o1 180 36.9 30.4 2.2 13.6 17.9
professional development of ECE teachers
The ministry promotes ECE teacher development ceurdeave 183 13 13.6 1.6 47.3 24.5
attended
My centre has clear guidelines on professional ldgweent o 184 21.7 27.2 7.1 21.2 22.8
teachers
My centre supports teachers by paying for attenelata 180 20.7 37.5 6.0 135 22.3
workshops and seminars on ECE
Whenever there is a workshop my centre allows EGEhigrs t 184 30.4 30.4 3.8 10.9 24.5
attend.
| take my own initiative to develop myself professally 184 33.2 43.5 1.0 10.9 11.4
| pay for my professional development courses 183 39.1 35.3 00 10.9 14.7
I regularly attend professional courses 184 473 133 2.2 6.5 10.9
Parents of the centre pay some money towards t 182 10.8 20.1 3.3 35.9 29.9
development
NGO and other development partners take chargeea¢he 180 6.0 255 3.3 29.3 35.9

development in my centre

16



The I1ISTE is a pioneer in the Open-Access hosting service and academic event
management. The aim of the firm is Accelerating Global Knowledge Sharing.

More information about the firm can be found on the homepage:
http://www.iiste.org

CALL FOR JOURNAL PAPERS

There are more than 30 peer-reviewed academic journals hosted under the hosting
platform.

Prospective authors of journals can find the submission instruction on the
following page: http://www.iiste.org/journals/ All the journals articles are available
online to the readers all over the world without financial, legal, or technical barriers
other than those inseparable from gaining access to the internet itself. Paper version
of the journals is also available upon request of readers and authors.

MORE RESOURCES

Book publication information: http://www.iiste.org/book/

IISTE Knowledge Sharing Partners

EBSCO, Index Copernicus, Ulrich's Periodicals Directory, JournalTOCS, PKP Open
Archives Harvester, Bielefeld Academic Search Engine, Elektronische
Zeitschriftenbibliothek EZB, Open J-Gate, OCLC WorldCat, Universe Digtial
Library , NewJour, Google Scholar

e INDEX ({@‘ COPERNICUS

ros I NTERNATIONAL
INFORMATION SERVICES

@ vimsice soumaocs @

£z 8 Elektronische
@O0@ Zeitschriftenbibliothek

open

-

|

o » (..L()R( H()\\\L\I\H{SII\
— UniverseDigitalLibrary —



http://www.iiste.org/
http://www.iiste.org/journals/
http://www.iiste.org/book/

